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Psychological Service
Abstract
Psychological service delivery in the schools was investigated through a mail survey of
eighty-one practicing school psychologists in Central New York State. The response rate
was 42%. Actual and preferred practices within both alternative and traditional service
deliveries were investigated to discover the extent to which reform has occurred in the
field of school psychology in the 1990's. Possible factors that could be perceived as
barriers to preferred service deliverywere also studied. Significant differences were found
between actual and preferred practices, as well as between the average percentage of time
spent in both alternative and traditional service deliveries. Results indicate that little
progress has beenmade in school psychology reform from traditional practices related to
assessment, toward more alternative practices related to intervention and indirect services.
Results also indicate that actual and preferred alternative and traditional practices are not
related to the characteristics of the current sample. Time constraints and students'needs
are the factors that are perceived by respondents to serve as barriers to preferred service
delivery, while training limitations and teacher resistance are not. To determine if factors
that could be perceived as barriers to preferred practice are independent from sample
characteristics and service delivery practices, tests of independence were conducted.
Overall, results indicate that the factors of
students'
needs and time constraints are not
independent from all of the sample characteristics or practices.
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Psychological Service Delivery in the Schools:
Has There Been Rapid Reform?
The role and function of school psychologists is a topic that has been persistently
debated within the educational profession, and addressed in psychological literature dating
back as far as the 1960's and 1970's (Tindall, 1964; Gilmore & Chandy, 1973, Lesiak &
Lounsbury, 1977; Hughes, 1979; Maher, 1979; Stewart, 1986; Harris, 1988).
Traditionally, in the USA Britain, andWestern Australia, school psychologists have
operated primarily from a direct-service model. Their duties have typically included
diagnostic assessment, and special education placements and referrals. In fact, school
psychologists have long been referred to as "the gatekeepers to special education"
(Ritchie, 1985, p. 15).
Interestingly, the research on this topic indicates that there has been a desire in the
field of school psychology to move from traditional service delivery related to assessment,
toward more alternative service delivery related to preventive and indirect services for
some time (Ysseldyke, Reynolds, & Weinberg, 1984; Hartshorne & Johnson, 1985;
Gutkin & Hickman, 1988; Kratochwill, VanSomeren, & Sheridan, 1989; Bergan &
Kratochwill, 1990). Perhaps first triggering this desire for a role change was the
implementation of the 1981 Education Act. This Act brought out a proliferation ofnew
ideas and approaches in the field of school psychology that likely contributed to the debate
regarding the most appropriate role of school psychologists in educational settings
(Knapman, Huxtable, & Tempest, 1987). Given that the provision ofpsychological
service was warranted for all children, the problem ofhow to provide the service in
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an efficient, effective, and cost appropriate way had become foremost in
practitioners'
minds (Benson, 1985).
Throughout the 1980's, much attentionwas paid to the extent to which the field of
school psychology had actually changed. Several studies reported that despite the new
legislation, increased knowledge, and desire for a preventive role, most school
psychologists continued to function using the medical model of refer, test, and place
(Pryzwanski, 1986; Levey, Tempest, & Knapman, 1986; Knapman, et. al., 1987; Leach,
1989). In fact, in 1986 Levey and his colleagues discussed the fact that although the use
ofpsychometric tests as a basis for classifying children for the purpose ofproviding
educational services had been questioned since its inception at the beginning of the
century, it was still readily seen in practice.
Addressing the lack ofprogress toward change in school psychology practice,
researchers have suggested several factors that were suspected to have hindered the
implementation ofmore alternative and indirect services. These factors included time
constraints, legislation (Gutkin & Curtis, 1982), high student to psychologist ratios
(Smith, 1984 as cited in Costenbader, Swartz, & Petrix, 1992), prevalence of learning
disabilities, the quality and usefulness of the current assessment instruments (Reschley,
1988), and administrative disposition in educational settings (Bossard & Gutkin, 1983).
In 1989, Leach specifically addressed the lack of congruence between ideal and
actual practices in school psychology. He focused on two key dilemmas facing school
psychologists. On one hand, school psychologists desired a change in service delivery, but
had difficulty achieving it in practice. On the other hand, he believed that therewas a lack
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of support for change, but increasing criticism of current school psychological practice
from its main consumer groups. He argued that these dilemmas were interactive and
circular in nature, and conducted a survey of
teachers'
and
principals'
views of the work
of school psychologists. He asked for their perceptions regarding school
psychologists'
actual frequency, quality ofwork, and preferred frequency of several different service
delivery activities. Results from his study indicated that traditional duties surrounding
cognitive testing and the assessment of individual children for placement in special
programs or schools, continued to be more frequently conducted than newer, system-
centered practices. In fact, Leach found that teachers and administrators did not
specifically request more alternative types of service, but simply more service of all kinds.
A similar study by Brady (1985) surveyed regular education teachers regarding
their preferences for school psychology services, and their suggestions for change.
Results indicated that teachers were actually happy with the traditional types of service
that they received, and had very few suggestions for change. The overall suggestions that
teachers did have, included increasing the availability of school psychologists and
decreasing the time between referral and action. Yet another similar study of teacher
perceptions of school psychological service, completed by Evans andWright (1987),
supported the findings that teachers continued to prioritize assessment related activities.
Overall, the findings from each of these studies may suggest that consumers being satisfied
with traditional types of service may have actually contributed to the status quo in
psychological service delivery in educational settings.
Psychological Service 6
A paper by Fagan and Hughes (1985) that compared psychological service delivery
in urban and rural settings reported that the general quantity of all school psychological
services was inadequate, as well as the quality in both types of settings. However, the
particular problems that rural districts were reported to face in increasing the amount of
non-traditional services that school psychologists performed, were even greater than those
for urban districts. These authors suggested that urban areas were slow to implement
alternative types of services, but that rural areas were "professional decades
behind" (p.
444). For this reason, these researchers argued that school district size may also impact
the way that school psychologists work.
As the 1980's progressed and came to a close, researchers were increasingly
cognizant of the dilemma regarding the state ofpsychological service delivery in the
schools. During that time, suggestions for changing training programs were oftenmade in
the literature, as well as suggestions forworking with systems and personnel issues, in an
effort to expedite the shift in practice from traditional to alternative services (Maher, 1982;
Stewart, 1986; Pryzwanski, 1986; Knoff, 1986; Knapman, et.al., 1987; Ponti, Zins, &
Graden, 1988; Reschly, 1988).
In 1988, Reschly conducted an analysis and critique of the state of school
psychological services, placing emphasis on unresolved systems and training issues that he
believed impacted the way school psychologists perform their jobs. He interpreted these
unresolved issues as establishing the basis for special education reform. He argued that
although progress toward alternative service delivery had been predicted in the literature
for the previous two decades, the contemporary special education reformmovement had
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greater potential to radically change what school psychologists do in practice. He
predicted rapid reform in school psychology in the 1990's in terms of a paradigm shift
from traditional service delivery, to increased levels ofpre-referral intervention and
behavioral consultation. Gutkin and Curtis (1990) also predicted a shift of emphasis in
many school districts from traditional assessment toward pre-referral intervention directed
at minimizing the number of children placed unnecessarily in special education programs.
In the beginning of the current decade, Gutkin and Curtis (1990) described their
perception of the state of school psychology practice:
All is not well in school psychology. Despite decades of eloquent writing and
hard-nosed thinking, many (perhaps most) school psychologists view the
profession as having achieved but a shadow of its potential. Visions of what
school psychology should be and could be are not congruent with the reality of
what school psychology has come to be. . . Significant change is needed (p. 203).
So, two decades and many referrals later, researchers and practitioners were again
stressing the need and desire for changes in service delivery, and predicting rapid reform
for the coming decade (Reschly, 1988).
Studies in the late 80's and early 90's began to take a closer look at ways to be
more successful in facilitating a preventive model of special education service delivery.
For example, Kratochwill, VanSomeren, and Sheridan (1989) developed a training
package to teach consultation interview skills in three phases ofbehavioral consultation:
problem identification, problem analysis, and treatment evaluation. This was an effort to
stress the need for training programs in school psychology to pay more attention to
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alternative types of service. Additionally, according to Weiner and Davidson (1990),
multi-disciplinary teams, often referred to as In-School Teams, Pre-referral Intervention
Teams, Teacher Assistance Teams, or Intervention Assistance Teams, were introduced in
many school districts. These teams typically consist of administrators, regular educators,
special educators, school psychologists, and school counselors. These researchers
described them as a means to gather data, suggest programming to teachers, and decide
on referrals to consultants and assessment staff, all in an effort to facilitate a preventive
model of special education service delivery.
Survey research to better understand the variables that were thought to impact the
amount of school psychologist involvement in preventive service delivery was also
common during this time. These studies often looked at teachers' perceptions and
preferences for alternative services because, for indirect psychological service for children,
theywere considered to be the school
psychologists'
primary consumers (Rhodes &
Kratochwill, 1992; Stenger, Tollifsen, & Fine, 1992). Stenger and his colleagues (1992)
found that fewer years of teaching experience led to increased participation in the indirect
psychological service of consultation. In addition, Rhodes and Kratochwill (1992) found
that consultee (teacher) involvement in the consultation process was influenced by the
consultation process itself. These studies potentially shed further light on increasing
preventive approaches to service delivery in the schools. In each of these studies, training
programs were suggested to place more emphasis on the consultation process, andwere
given suggestions to teach entry strategies in school districts. Additionally, consumer
characteristics were considered as they relate to the practice ofmore alternative services.
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A study by Cummings, McLeskey, and Hubner (1985) suggested that school
districts that desire more alternative special education services, should work toward
decreasing their school psychologist/student ratios. They found that psychologists with
better student ratios, 1:1,500 or less, spent more time conducting interventions and less
time conducting assessments. This study, along with several others, clearly implicated
organizational variables in impacting the delivery of alternative psychological services
(Gutkin, Clark, & Ajchenbaum, 1985; McLeskey, Waldron, Cummings, & Hubner, 1988;
Trusdell, 1985).
Two years into the current decade, Costenbader, Swartz, and Petrix (1992)
investigated how far the reformmovement in school psychological service delivery had
actually progressed, specifically from traditional assessment to school-based consultation.
This particular study concluded from Smith's study (1984 as cited in Costenbader et. al.)
that given more time, school psychologists prefer to engage in alternative service delivery,
specifically consultation, rather than traditional assessment related service delivery.
Therefore, they investigated the state of consultation practice in the schools at that time,
the discrepancy between real and ideal levels of school psychologist involvement in
consultation, the perceptions ofpracticing school psychologists regarding barriers to the
full implementation of the consultation model of service delivery, and the relationship
between sample characteristics and these factors. To accomplish this, Costenbader and
her colleagues surveyed school psychologists throughout the United States. Results from
that study indicated that "some movement has been made toward the alternative service
delivery
model"(p. 105). However, results also indicated a "significant discrepancy
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between the actual and preferred amount of time school psychologists spend in
consultation" (p. 106). It was reported that time was a major obstacle to alternative
service delivery and that, overall, little progress had beenmade toward school
psychological service delivery reform.
A few years later, another study that surveyed school psychologists themselves
(Sheridan & Steck, 1995) examined their perceptions regarding a specific form of
consultation, conjoint behavioral consultation (CBC), as a method of alternative service
delivery. According to these researchers, this particular type of consultation involves the
school psychologist consulting conjointlywith the child's parent and teacher together.
Results from that national survey indicated that this type of consultation was considered
acceptable, but that
practitioners'
perceptions of time constraints and
administration/organizational support were strong influences on their actual practice of the
activity.
Finally, in 1996, Gutkin again concluded that there would be a shift from
traditional service delivery toward more alternative approaches, such as consultation, in
school psychological practice before the end of the decade. Again, he described his
perception of the state of school psychology practice:
Although it is always risky to predict the future, it seems quite certain that the task
of educating children is not about to get any easier. Problems seem certain to
grow in number, complexity, and severity. Inevitably, this will lead to growing
demands by general education teachers, administrators, and parents for increasing
levels of support and assistance by special service personnel (p. 339).
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Gutkinwent on to argue that traditional service delivery had been proven by many years
ofpractice to be insufficient in effectively intervening in
students'
school related
difficulties. Therefore, he concluded that the increasing number and severity of
students'
problems would necessitate an increase in the practice of alternative services.
The many samples of research discussed here have investigated the state of school
psychological service delivery over the last three decades, and predicted trends for the
current decade. In addition to the presented research, there is a larger body ofresearch
that further supports a predicted shift from traditional to alternative service delivery
(Flaherty, Weist, & Warner, 1996; Kramer & Epps, 1991; Gutkin & Conoley, 1990;
Shapiro, 1991). Interestingly, one of the most current studies discussed (Costenbader et.
al. 1992), found that this shift has continued to be slow to occur with practicing school
psychologists. This was found regardless of the fact that many training programs were
actually increasing their emphasis on the importance of alternative service delivery in the
schools, and that practitioners continued to have an increasing desire for reform.
In spite of all of the literature support of alternative types of services in school
psychology, they had not yet become an integral part of school psychology practice as of
the beginning of the current decade (Costenbader et.al, 1992). In fact, the same barriers
that have been reported over the past 30 years seem to also surface inmore current
literature (File & Kontos, 1992). After reviewing the body of research on this topic, the
questions that may be raised as the current decade comes closer to an end are similar to
those that have been raised in the past. What types of services are school psychologists
actually practicing, and do they desire a change in practice to include more alternative
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services and less assessment related services? If so, what factors serve as barriers to this
change? Do demographic or personal characteristics impact schoolpsychologists'actual
or preferred service delivery? Or, maybe all encompassing, has there been rapid reform in
psychological service delivery in the schools in the 1990's?
The current study attempts to address these questions by gathering information
regarding the state of school psychological service delivery reform in Central New York.
Rather than focusing solely on the practice of school based consultation, more global
trends in service delivery were investigated to better understand the overall progress
toward alternative service delivery in the schools. Similar to the 1992 study by
Costenbader and her colleagues, this study investigates actual and preferred levels of
school psychologist involvement in several types of service delivery activities, the
perceptions ofpracticing school psychologists regarding barriers to the implementation of
their preferred services, and the relationship between sample characteristics and these
factors. It seems that school psychologists, being that they are the actual service providers
and have been consistently reported to desire change, may be the best point at which to
start gathering an accurate account of the state of school psychology today. As
practitioners, their perceptions may be more reflective ofwhat is actually being practiced
in school psychological service delivery, rather than the perceptions of consumer groups.
Additionally, school psychologists perceptions regarding factors that may impede their
actual practice ofpreferred types of service may be quite useful in developing action plans
for change. Finally, for change to occur or have occurred in school psychology practice,
school psychologists are likely responsible for facilitating it.
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Method
Instrument
A 34-item Service Delivery Questionnaire was constructed to ascertain the
perceptions of school psychologists regarding their work. Sixteen activities that school
psychologists are trained to perform were listed and described for potential respondents.
Additionally, these activities were grouped according to similarity in an attempt to
decrease ambiguity and increase ease of response. Eight of the sixteen activities can be
considered traditional activities, and are all services that involve the assessment,
identification, and/or program planning of students already identified as having a disability,
or who are in the process ofbeing evaluated because of the suspicion of a disability. The
remaining eight activities can be considered alternative services, and involveworking with
non-identified students for pre-referral intervention, working with parents, or working
toward professional development and continuing education. These activities are labeled
and described in Table 1 .
The questionnaire was anonymous. However, respondents were asked to indicate:
(a) their highest degree earned, (b) number ofyears experienceworking as a school
psychologist, (c) the size of the school district that they worked in, and (d) the total
number ofhours during a typical week they work as a school psychologist.
Respondents were then asked to indicate the total number ofwork hours during a
typical month they actually engage in each of the sixteen activities, as well as the total
number ofwork hours they would prefer to engage in each of the sixteen activities.
Spaces were provided to allow respondents to describe activities that they typically engage
Activity
Progress monitoring
Psychological Service
TABLE 1
School Psychological Activities, Descriptions, and Service Type
14
Child study team meetings
Collaborative problem solving
for pre-referral intervention
Description Service
Type
multi-disciplinary teammeetings for pre-referral intervention (also called building level
teams,multi-disciplinary teams, pupil service teams, etc.)
consultation between school psychologist and regular educators or parents that involves
identifying and analyzing the problem, prioritizing, defining target behaviors,
brainstorming, developing an intervention, implementing the intervention, andmeasuring
intervention effectiveness, all in an effort to increase student skills and performance,
and avoid a formal CSE referral
collecting and graphing data for the purpose ofmonitoring intervention effectiveness
Formal CSE referrals
Informal consultation
Classroom observations
Standardized testing
Report writing
completing the paperwork needed to generate a formal referral to the Committee on
Tb
Special Education for students who are suspected ofhaving a disability under the Individuals
withDisabilitiesAct (IDEA)
informal consultationwith regular or special education teachers or parents regarding new T
referrals, changes in placement of identified students, or new entrants who were previously
identified as having a disability and were receiving special education services
observation of students in the classroom for the purpose of an initial Committee on Special T
Education (CSE) referral, changes in placements, annual reviews, and triennial re-evaluations
the administration and scoring of standardized instruments as a part of the formal CSE T
process when assessing students who have, or are suspected ofhaving a disability under
IDEA, or for non-CSE information gathering purposes
writing psycho-educational reports for initial referrals, annual reviews, or triennial T
re-evaluations
Committee on Special Education meetings participating in or facilitating meetings for initial CSE referrals, annual reviews, triennial
re-evaluations, EP changes, or new entrants who were previously identified as having
a disability and were receiving special education services
Individualized Education Plan development developing, managing, updating, orwriting Individualized Education Plans for identified
students under IDEA
Counseling as an educationally-related
support service
Mandated counseling
Parent groups
non-mandated group or individual counseling for non-identified students
providing either individual or group counseling for students identified as having a disability
as required on Individualized Education Plans
providing educational information or group counseling to parents of students in the
school district
A
T
Curriculum Based Assessment using the actual curriculum as a basis for measuring achievement, progress, or developing
local norms
In-service development and delivery
In-service training
developing, organizing, and presenting information for the purposes of staff development A
attending presentations for the purpose ofpersonal, professional development, and A
continuing education
Note. Aa = alternative activity
Tb
= traditional activity
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in, butwere not included in the list of sixteen. For each space provided for additional
activities, spaces were also provided for respondents to indicate the number ofhours
actuallyworked and preferred to be worked per month.
Finally, if the respondents indicated that there was a difference between their actual
and preferred service delivery, they were asked to rate on a Likert scale of 1 to 5, how
much they believed that each of seven factors contributes to that difference in service
delivery. On this scale, a score of 1 means that the factor contributes "very little or not at
all,"
and a score of 5 means that the factor contributes "a great deal" to that difference in
service delivery. The seven factors included: administrative resistance, high
student/psychologist ratio, student's needs, systems/organizational issues, teacher
resistance, time constraints, and training limitations. Again, respondents were provided
with spaces to add and rate any additional factors that they thought contributed to their
difference in service delivery, but were not listed on the questionnaire. On the last page of
the Service Delivery Questionnaire, respondents were provided with space to make any
comments that they may have had regarding their service delivery or the questionnaire.
The Service Delivery Questionnaire is displayed in Appendix A.
Procedure
Questionnaires were mailed to 81 school psychologists who are currently
practicing in a school setting. A relatively small area ofCentral New York State was
selected for the study in an effort to increase response rate, and relevance of results for
participants and trainees in upstate New York's school psychology training programs.
The New York State Association of School Psychologists (NYASP, 1996-1997) has
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divided the state into 15 regions and labeled the regions with letters from the alphabet.
Each region is comprised of several counties. The current study elicited participation from
all of the currently practicing school psychologists inNYASP's region
"I." This includes
Broome, Chenango, Deleware, Otsego, Tioga, and Tompkins counties.
Within region "I," the investigator obtained the name of every school district in
each of the six counties. Additionally, the investigator obtained the names and school
district addresses of all of the currently practicing school psychologists in all six of the
counties in this region. This informationwas obtained through phone contact by the
investigator to the business offices of each school district. The total number of school
districts in the six counties in this region is 57.
It was hoped that this research study would help to expand existing knowledge
regarding school psychological service delivery in the region ofCentral New York State
that is particularly relevant to the proposed participants. Participants had the option to
request the results of the study. This could allow them to possibly better understand the
overall roles and practices of the colleagues directly surrounding themselves.
On the front of the Service Delivery Questionnaire was a cover letter that explained
the nature, report, and proposed use of the requested information. Each potential
participant was mailed a packet that included a Service Delivery Questionnaire and cover
letter, a postage-paid envelope to be used to return the completed questionnaire, and a
postage- paid postcard that could be used to request the results of the study. Participants
that wished to receive a copy of the results of this study were instructed to write their
name and address on the back of the enclosed postcard and mail it separately from the
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questionnaire. This was to ensure that they could request results without jeopardizing the
anonymity of their responses. One-hundred percent of respondents requested results.
The Service Delivery Questionnaire was developed in such away to ensure the
strictest anonymity. This was done in an attempt to minimize any possible risks to
participants. One possible concern was that individual responses could somehow
inadvertently provide information about the identity of the respondents. This was of
particular concern because the sample was relatively small and from a relatively small
geographical region. To diminish this risk, identifying informationwas not sought and
demographic information requested was minimal. Participants were not asked to identify
the county that they practice in, nor were they requested to provide information regarding
the identity of their particular school district. The return rate for this study was 42%. No
follow-up questionnaire was sent.
Participants
Thirty-four practicing school psychologists participated in the current study. This
represents a 42% response rate. The majority of respondents, 58.8%, hold
Masters'
degrees, while 29.4% hold
Specialists' degrees and 1 1.8% hold Doctoral degrees.
Respondents represented school districts with student bodies consisting of 1,000-1,999
students (38.2%), 2,000-2,999 students (41.2%), 4,000-4,999 students (5.9%), and 5,000
or more students (14.7%). No respondents represented school districts with student
bodies of<1,000 or between 3,000 and 3,999. Experience of respondents in the current
sample includes <1 year (5.9%), 1-5 years (23.5%), 6-10 years (26.5%), 11-15 years
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(14.7%), and 16+ years (29.4%). Additionally, the average respondent in the current
sample works 41.6 hours per week. Characteristics of the sample are displayed in Table 2.
TABLE 2
Characteristics of Sample
Variable N %
Highest degree earned
Master's
Specialist
Doctorate
Years Experience
<1 year
1-5 years
6-10 years
11-15 years
16+ years
School District Size
<1,000 students
1,000-1,999 students
2,000-2,999 students
3,000-3,999 students
4,000-4,999 students
5,000+ students
Average number ofhours worked per week = 41.7
20 58.8%
10 29.4%
4 11.8%
2 5.9%
8 23.5%
9 26.5%
5 14.7%
10 29.4%
0
13 38.2%
14 41.2%
0
2 5.9%
5 14.7%
Results
Psychological Practice in the Schools
The
"average"
respondent in the current study indicates that he/she actually spends
78.4% ofhis/her total time per month in traditional service delivery, and 12.9% ofhis/her
total time per month in alternative service delivery. On average, 8.7% of the total time
actually worked per month is spent in
"other"
activities, or was not accounted for on the
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survey. In the current sample, 2 respondents indicated that there is no difference between
their actual and preferred service delivery. In contrast, 32 respondents indicated that there
is a difference between the service that they actually provide and the service that they
would prefer to provide. On average, these 32 respondents would prefer to spend 55.1%
of their time per month in traditional service delivery, and 37.5% of their time per month
in alternative service delivery. An average of 7.4% of total preferred time per month was
not accounted for, or accounted for by "other" activities. Anecdotally, some
"other"
service activities included department meetings, staffmeetings, travel between buildings,
and clerical work.
Overall, a one-way analysis ofvariance indicated a significant difference in the
mean percentage of time spent per month, between practice within service delivery,
F(3, 132) = 148.03, p< 0001. A post hoc comparison ofpairs using Tukey-Kramer tests
showed that all pairs ofmeans are significantly different. In other words, the mean
percentage of time actually spent in alternative service delivery (AA) is significantly less
than the mean percentage of time preferred to be spent in alternative service delivery (AP),
the mean percentage of time actually spent in traditional service delivery (TA) is
significantly more than the mean percentage of time preferred to be spent in traditional
service delivery (TP), and the mean percentage of time preferred to be spent in alternative
service delivery (AP) is significantly less than the mean percentage of time preferred to be
spent in traditional service delivery (TP). Time that was not accounted for on respondents
surveys, or was accounted for under
"other"
activities, was not included in the data
analysis. Current actual and preferred practices in school psychology are presented in
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TABLE 3
Percent of Total Time Spent perMonth by Service and Practice Type
Service Practice Mean
% of total time/month
SD
Alternative
Alternative
Traditional
Traditional
Actual
Preferred
Actual
Preferred
12.92% 9.19
37.48% 13.04
78.41% 15.27
55.06% 14.71
Note. All pairs of means are significantly different.
detail in Table 3 .
Relationships between sample characteristics and practice within service delivery
types were investigated. One-way analyses ofvariance indicated no significant differences
in actual alternative practice (AA), actual traditional practice (TA), preferred alternative
practice (AP), and preferred traditional practice (TP) between groups of respondents who
hold different types ofdegrees [(AA) F(2, 31) = .026, p>.05; (TA) F(2, 31) = 1.65; p>.05,
(AP) F(2, 31) = 1.78, p>.05; (TP) F(2, 31) = .88, p>.05], between groups of respondents
from different sizes of school districts [(AA) F(3, 30) = .80, p>.05; (TA) F(3, 30) = .19,
p>.05; (AP) F(3, 30) = .14, p>.05; (TP) F(3, 30) = .12, p>.05], or between groups of
respondents with different levels of school psychology work experience [(AA) F(4, 29) =
1.46, p>.05; (TA) F(4, 29) =1.15, p>.50; (AP) F(4, 29) = 1.81, p>.05; (TP) F(4, 29) =
.12,
p>05].
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Factors Perceived as Barriers to Preferred Service Delivery
A one-way analysis ofvariance was also carried out on the ratings of factors that
could be perceived as barriers to preferred service delivery. Mean Likert ratings were
generated for each factor, and significant differences were found between mean factor
ratings, F (6, 217) = 37.60, p<0001. Post hoc Tukey-Kramer tests revealed that training
limitations was rated significantly lower on the Likert scale than all other factors. In fact,
no respondents rated the factor of training limitations as contributing more than
"moderately"
to the reported difference between their actual and preferred service delivery
practices, and 24 out of32 respondents rated it as contributing "very little" or "not at all."
Teacher resistance was rated the next lowest on the Likert scale by the "average"
respondent. However, the mean rating for teacher resistance was significantly higher than
for training limitations. Tukey-Kramer tests also revealed that mean Likert ratings of time
constraints and high student/psychologist ratio were not significantly different from one
another, butwere significantly higher than all other factors. Only one respondent rated
time constraints as contributing less than
"moderately"
on the scale, and 27 out of32 rated
this factor as contributing
"considerably"
or "a great deal" to their reported difference
between actual and preferred service delivery. At the same time, no respondents rated
high student/psychologist ratio as contributing "very little or not at all,"and 26 out of32
rated it as contributing
"considerably"
or "a great deal" to their difference in service
delivery. Systems/Organizational issues was rated significantly different from all other
factors, and was considered to contribute
"moderately"
to "considerably" by the "average"
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respondent. Mean Likert ratings of all seven factors, and the number of respondents who
rated each factor each Likert score, are displayed in Table 4.
TABLE 4
Factors that Serve as Barriers to Preferred Service by Mean Likert Ratings
Factor Ni N2 N3 N4 Ns Total N Mean Rating SD
Administrative resistance 7
High student/psychologist ratio 0
Students'
needs 2
Systems/Organizational issues 1
Time constraints 1
Teacher resistance 10
Training limitations 24
Note. Ni = Number of respondents who rated factor 1 on Likert Scale
N2 = Number ofrespondents who rated factor 2 on Likert Scale
Ns =Number of respondentswho rated factor 3 on Likert Scale
N< = Number ofrespondents who rated factor 4 onLikert Scale
Ns =Number of respondents who rated factor 5 onLikert Scale
Likert Scale = 1 2 3 4 5
factor contributes factor contributes factor contributes factor contributes factor contributes
very little or not at all somewhat moderately considerably a great deal
8 10 5 2 32 2.59 1.19
2 4 10 16 32 4.25 .92
9 9 8 4 32 3.09 1.15
4 8 10 9 32 3.68 1.12
0 4 10 17 32 4.31 .93
15 4 0 3 32 2.09 1.15
5 3 0 0 32 1.34 .65
To determine if the distribution ofLikert rating of factors is independent from the
total percentage of time spent in the different service deliveries within both actual and
preferred practice, and sample characteristics, chi-square (X2) tests of independence were
carried out. Due to the fact that the number of respondents in the current sample was
relatively small, all groups of respondents were collapsed to create different categories
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based on distribution analyses. One question that was raised involved the exploration of
which factors were perceived to serve as barriers to preferred service. For this reason, it
was of interest to group the ratings of factors in terms ofhigh rating (4 and 5 on the Likert
scale) and low to moderate rating (1, 2, and 3 on the Likert scale). Therefore, all
factors'
Likert ratings were collapsed into two categories, < 3 and >3. Table 5 displays the
collapsed categories for each group in the current sample. No
X2
tests were carried out on
the factor of training limitations because there were no respondents in the Likert group of
>3, as this particular factor was rated as 3 or less by all respondents.
TABLE 5
Collapsed Categories for Tests of Independence
Group of respondents Collapsed Groups
Training level by degree held
School district size
Years experience
1
Master's degree
< 3,000 students enrolled
< 1 1 years
>Master's degree
> 3,000 students enrolled
> 11 years
Alternative Actual
Alternative Preferred
Traditional Actual
Traditional Preferred
<13% of total time/month
<38% of total time/month
<79% of total time/month
<56% of total time/month
B
>13% of total time/month
>38% of total time/month
>79% of total time/month
>56% of total time/month
Likert Rating ofFactors
C
<3
D
>3
Results from chi-square tests of independence are displayed in Table 6. These
results reveal that Likert ratings of all factors are independent from training level as
indicated by the level of degree held. Likert ratings of all factors are also independent
from the number ofyears experience as a school psychologist, the total percentage of time
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TABLE 6
Chi Square Tests of Independence
Variable Factor Chi Square N df
Training by degree held Administrative resistance .839 32 1
High student/psychologist ratio .117 32 1
Students'
needs .034 32 1
Systems/organizational issues 2.815 32 1
Teacher resistance .146 32 1
Time constraints .034 32 1
Years experience Administrative resistance .019 32 1
High student/psychologist ratio 2.076 32 1
Students'
needs .009 32 1
Systems/organizational issues .042 32 1
Teacher resistance .073 32 1
Time constraints 1.045 32 1
School district size Administrative resistance .567 32 1
High student/psychologist ratio .021 32 1
Students'
needs 4.431* 32 1
Systems/organizational issues .269 32 1
Teacher resistance .462 32 1
Time constraints 1.368 32 1
% Alternative Actual (AA) Administrative resistance .839 32 1
High student/psychologist ratio .326 32 1
Students'
needs 4.097* 32 1
Systems/organizational issues .249 32 1
Teacher resistance 2.575 32 1
Time constraints 4.609* 32 1
% Alternative Preferred (AP) Administrative resistance 1.013 32 1
High student/psychologist ratio 2.076 32 1
Students'
needs 1.943 32 1
Systems/organizational issues .277 32 1
Teacher resistance .931 32 1
Time constraints 3.809 32 1
% Traditional Actual (TA) Administrative resistance .540 32 1
High student/psychologist ratio .269 32 1
Students'
needs 2.496 32 1
Systems/organizational issues .277 32 1
Teacher resistance 2.265 32 1
Time constraints .001 32 1
% Traditional Preferred (TP) Administrative resistance .019 32 1
High student/psychologist ratio .163 32 1
Students'
needs .009 32 1
Systems/organizational issues .77 32 1
Teacher resistance .073 32 1
Time constraints 4.055* 32 1
Note. *p<.05
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per month actually spent in traditional service delivery, and the total percentage of time
per month preferred to be spent in alternative service delivery. School district size is
independent from Likert ratings of the following factors: administrative resistance, high
student/psychologist ratio, systems/organizational issues, teacher resistance, and time
constraints. The total percentage of time per month actually spent in alternative service
delivery is independent from the Likert ratings of the following factors: administrative
resistance, high student/psychologist ratio, systems/organizational issues, and teacher
resistance. Additionally, the total percentage of time per month preferred to be spent in
traditional service delivery is independent from the following factors: administrative
resistance, high student/psychologist ratio,
students'
needs, systems/organizational issues,
and teacher resistance.
In contrast, Likert rating of time constraints depends on the total percentage of
time per month preferred to be spent in traditional service delivery, X2 (1, N = 32) =
4.055, p<05, as well as the total percentage of time per month actually spent in alternative
service delivery,
X2 (1, N = 32) = 4.609, p<05. Additionally, Likert rating of
students'
needs depends on school district size,
X2 (1, N = 32) = 4.431, p<05, and the total
percentage of time per month actually spent in alternative service delivery,
X2
(1, N = 32)
= 4.097, p<05.
Discussion
Psychological Practice in the Schools
When comparing current mean percentages of time spent per month in both
alternative and traditional service deliveries, significantly less time continues to actually be
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spent in alternative service delivery. Additionally, the mean percentage of time per month
preferred to be spent in alternative service delivery, as well as the mean percentage of time
per month preferred to be spent in traditional service delivery is significantly different from
actual practices. Overall, school psychologists in this study would prefer to spend
significantly more time in alternative service delivery than they actually are, and
significantly less time in traditional service delivery than they actually are. This suggests
that there has not been a paradigm shift in practice in school psychology in this region, and
that school psychologists continue to desire reform in practice today in a similarmanner to
what has been reported in previous decades (Bergan & Kratochwill, 1990). So, despite all
of the attention in the literature on this topic, and the persistent desire for reform in school
psychological practice throughout the last few decades, the sampling of school
psychologists that is examined here suggests that as the current decade draws near to a
close, little progress has been made toward reform in school psychological service
delivery. It could be concluded that school psychologists in this region ofNew York
State, as a whole, continue to function primarily as
"gatekeepers"
to special education.
What is interesting is that, as awhole, school psychologists in this region desire to
perform significantly more alternative services than they actually are, and significantly less
traditional services than they actually are, but would prefer to continue to spend the
majority of their time each month in a traditional role. In fact, they would prefer to
continue to spend a significantly greater amount of time (an average of 17.6% more per
month) in traditional services than in alternative services. It is important to consider the
implications of this on actual practices. If service providers indicate that they desire a
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change in practice to include more alternative service, but also indicate that they prefer to
continue to spend the majority of their time in traditional practice, they themselves may
not necessarily be invested inmaking
"rapid"
reform, or a paradigm shift in thinking.
Instead, this could be interpreted to mean that traditional practices are valued more than
alternative ones. This undoubtedly works against the school psychology reform
movement, and helps to preserve the status quo in school psychological service delivery.
Change cannot happen if those who are ultimately responsible for its implementation are
not entirely convinced that it is worth the investment. As concluded in a study by
Prywanski (1986), school psychologistsmust be willing to change their thinking, as well
as their actual practices, in order for a reform to occur.
No significant differences were found between actual or preferred practices within
alternative and traditional service deliveries for any of the sample characteristics thatwere
studied. Therefore, the level of training by type ofdegree held, school district size, or the
number ofyears experience could not help to explain the differences within or between the
actual and preferred practices of each service delivery for the current sample. This may be
ofparticular interest to some practitioners and trainers. It could have been hypothesized
that more recently trained school psychologists would actually engage in more alternative
services because of the increased emphasis placed on them in training programs. But
according to these results, recent training in alternative practices measured by less years of
experience, does not result in an overall trend to actually perform more alternative
services. So, school psychologists that have more recently been trained to function as
consultants, work with parents, participate in child study teams, serve non-identified
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students who are at risk for educational difficulties, and prepare and deliver in-service
training workshops to other professionals, are not utilizing these skills as they enter the
work force. This is similar to what was reported in a study by Kramer and Epps (1991)
who concluded the following:
We are no longer surprised to see graduates ofprogramswith a consultation,
behavioral, or child therapy orientation move into the schools and become
educational diagnosticians (p. 454).
So, now that training programs are actively incorporating alternative services such as
collaborative problem solving, curriculum based assessment, in-service development and
delivery, pre-referral intervention, and progress monitoring into their curricula, the
question remains as to why these services are not more prevalent in the school districts
where the graduates become employed?
Factors perceived as Barriers to Preferred Service Delivery
In an attempt to address some reasons for a difference between actual and
preferred practices, assuming that this was a possible outcome from the current study,
factors that could serve as barriers were explored. Ratings ofbarriers to preferred
practices indicate that overall, time constraints and high student/psychologist ratio were
perceived by respondents to contribute the most to differences between actual and
preferred service deliveries. On the other hand, training limitations was rated significantly
lower than all other factors, followed by teacher resistance as the next least contributing
factor to differences between actual and preferred psychological practices. As mentioned
earlier these results indicate that some of the same factors that are perceived to serve as
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barriers today, are among those that have been reported to service as barriers in the past
(Gutkin & Curtis, 1982; Smith, 1984 as cited in Costenbader, Swartz, & Petrix, 1992;
Cummings, McLeskey, & Hubner, 1985). Reasons for this were not explored in the
current study, so it is not clearwhy this is the case. One possibility is that psychologists
have been unsuccessful in attempts to address these barriers to their preferred service
delivery. Or, on the other hand, maybe this too can be attributed to the possible lack of
investment that psychologists actually have for reform in the field.
Another quite interesting finding is that psychologists in this study do not perceive
training limitations as a barrier to alternative service delivery. This is regardless ofhow
long it has been since they were trained, or how long they have been practicing in the field.
This is most interesting because, according to many researchers, training programs only
relatively recently began incorporating courses in alternative services into their curricula
(Knoff 1986; Ponti, Zins, & Graden, 1988; Reschly, 1988). This could be important in
terms ofwhat the psychologists in the current sample actually believe some of the
alternative practices to be. For example, an oversimplified notion ofmany of the
alternative practices included on the questionnaire could result in the belief that the
services are not really effective or useful. Although school psychologists may desire a
change in practice because they are unhappy with traditional services, they may not
necessarily think that the alternative practices listed on the questionnaire are the best
solutions to the problem because they may not have a solid understanding ofwhat many of
them actually entail. An effort was made to try to briefly explain all of the services on
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the questionnaire to decrease ambiguity, but is unknown as to whether or not respondents
thoroughly read the descriptions, or if the descriptions were oversimplified too much.
Results from chi square tests of independence indicate that the way respondents
from the current sample rated the factor of students' needs as a barrier to preferred service
delivery, depended on the size of the school district inwhich theywork. More
respondents than expected from smaller school districts (< 3,000 students enrolled)
perceive
students'
needs as contributing
"considerably"
or "a great deal" to differences
between their actual and preferred service deliveries. At the same time, fewer
respondents than expected from larger school districts (> 3,000 students enrolled)
perceive
students'
needs as a contributing
"considerably"
or "a great deal." Are students
from smaller school districts needier than those from larger districts? Or is it possible that
they are just perceived as needier because there are fewer students and thosewith non-
typical needs stand out from the rest? In either case, school psychologists from smaller
school districts in the current sample perceive students in their district to be in need
traditional types of services more so than alternative types of service. This could be
interpreted as another example ofhow some of the practicing school psychologists in this
region may not value alternative practices in intervening in student related difficulties.
Chi square tests indicate that the way respondents rated time constraints depends
on the percentage of time preferred to be spent in traditional service delivery per month.
More respondents than expected, who would prefer to continue to spend the greatest
amount of time in traditional service delivery (> 56% of total time per month), perceive
time constraints as contributing
"considerably"
or "a great deal" to the difference between
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their actual and preferred practice. At the same time, fewer than expected who would
prefer to spend the least amount of time in traditional practice (< 56% of total time per
month), perceive time constraints as contributing
"considerably"
or "a great deal."
Interestingly, those respondents who would prefer to spend the most time in traditional
service delivery perceive themselves as very time constrained. This could indicate that
traditional service delivery leaves respondents feeling very time constrained. Regardless,
these respondents would continue to spend a significantly greater portion of their time in
traditional practices if they had their preference. This could further support the notion that
some school psychologists simply value traditional services more than non-traditional
services, and would prefer to engage in them regardless of the fact that they are
constrained for time.
Finally, chi square tests reveal that the way respondents rated the factors of
students'
needs and time constraints also depended on the percentage of time that they
actually spend in alternative service delivery per month. More respondents than expected
who actually spend the most time in alternative services (> 13% of total time per month)
perceive these factors as contributing
"considerably"
or "a great deal" to the difference
between their actual and preferred practice. Fewer respondents than expected who
actually spend the least time in alternative services (< 13% of total time per month) rated
these factors as contributing
"considerably"
or "a great deal." In this case, these findings
do not unequivocally support the idea that only those who are
"traditionalists"
perceive
themselves as time constrained. Here, respondents who spend more time in alternative
service delivery also feel constrained by time. However, maybe those who are actually
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spending more time in alternative services believe that the practices are worth it, and that
time constraints is not an insurmountable barrier. Or maybe they simply aren't spending
enough time in alternative services to really be considered
"alternativists,"
as they are still
spending a large amount of time in traditional services too. Also, students'needs appear
to keep this group from doing more alternative service. Again, they may value traditional
service more. In any event, more information needs to be gathered to accurately assess
the reasons for these factors continuing to serve as barriers, and for the stagnation in the
school psychology reform movement.
Limitations of Study
The relatively small sample in the current study in itself could be considered a
limitation. Although the benefits of such a small samplewere carefully weighed, it is
undoubtedly true that results from a larger sample could have beenmore reflective of the
actual reform movement in school psychology. Additionally, categories had to be
collapsed to perform tests of independence so that there were a sufficient number of
participants in each cell. This changed the nature of responses to some degree. However,
many respondents expressed great interest in the current topic, and the idea ofgaining a
better understanding of the practices of colleagues that are geographically close to
themselves. This was indicated by comments on returned questionnaires. Additionally,
the same number ofpsychologists that responded to the questionnaire, also requested the
results of the study. Smaller, more personalized studies such as this could be quite useful
in generating action plans for changing practices in the profession.
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Another limitation included the discovery that it would have also been helpful to
include a question regarding the number ofhours that would be preferred to be worked
during a typicalwork week. This would have helped to determine if respondents were
happy with the number ofhours that they work, or if they would prefer to work more or
less hours. Instead, it had to be assumed that the reported number ofhours typically
worked per week would not change in a preferred scenario. This was done so that
percentages of time could be generated for preferred practices.
Overall, the current questionnaire could be re-worked and sent out statewide to
compare and contrast all of the NYASP regions, or even all of the individual counties in
New York State, to look for trends in actual and preferred practices. This too could be of
interest to participants. In such a case, participants from different regions could assess
where they stand in comparison to other school psychologists in terms of the overall
reform movement. Case studies could also help to try and pinpoint reasons for the lack of
progress toward change in school psychology practice.
There could be many reasons for the continued desire for change in school
psychology practice, and lack ofprogress toward reform, that were not considered in the
current study. Some important factors that were not explored in this study include the
impact of special education laws and funding on school psychology practice. As
referenced earlier, Gutkin and Curtis (1982) suggested that legislationwas a possible
barrier to the practice ofmore alternative services in the schools. It could be argued that
school psychologists, although they desire reform, are limited in altering their practices
because of the current special education laws and funding that are in place.
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Interestingly, no respondents included special education legislation or funding as
barriers to preferred service delivery under the "other factors" section of their surveys.
One possible explanation for this could be that school psychologists in this sample really
don't perceive legislation and funding as barriers to their preferred service. However,
perhaps a more likely explanation for this is that special education laws and funding are so
ingrained in the role that school psychologists have traditionally played, and in the
organization of school systems, that they simply weren't considered at all by respondents.
It could be interesting to add legislation and funding as possible barriers to the Service
Delivery Questionnaire, and assess how school psychologists would rate them on the
Likert scale. Perhaps if respondents were prompted with these factors as possible barriers
to preferred service delivery, they would consider the implications of them on their
practices.
Another possible explanation for the lack ofprogress toward reform in the field of
school psychology that was not explored here is that there may be a lack of self confidence
within individual psychologists that one person could be effective at change. Or, school
psychologists may believe that they would be less valued if they are not practicing what
has always been practiced in the field or what has come to be expected from the field.
But, ifpsychologists are not happy with current practices and
"gatekeeping" has been
proven both by practice and research to not be effective, traditional services need not
necessarily be valued at all. Obviously change doesn't happen overnight. The results of
this study and the several others discussed here provide support for this notion. However,
one psychologist at a time who is willing to make a change and address issues that come
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up, can be effective in practicing those skills that he or she has been trained to perform.
As a profession, school psychology should be proactive and make changes in practice as
necessary, rather than be reactive as the task of educating children becomes more difficult.
Actual use of the skills that are taught during training, as well as on-going education and
professional development, may be the keys to success. The response rate to this study
could be interpreted as strong interest in this topic. Now is as good a time as any to put
interest to action.
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Rochester Institute of Technology
School Psychology Program
College of Liberal Arts
George Eastman Building
18 Lomb Memorial Drive
Rochester, New York 14623-5604
716-475-6701 716475-2765
Fax 716-475-6715
Dear School Psychologist:
I am gathering information regarding the current role and practice of school
psychologists in six counties in central New York. I am interested in understanding what
your primary function is in your school district, and how much time you spend in the
various activities that are typical in the field of school psychology. In addition to
gathering information regarding your actual role, I am interested in understanding
information regarding your preferred role. I would like to see if there is a difference
between your current practice and your preferred practice, and if so, what factors you
think contribute to that difference in service delivery.
I ask that you take a few moments ofyour valuable time to respond to the
questions on the following pages and return the survey in the enclosed envelope. The data
collected from this survey will be kept strictly confidential and will only be reported in
aggregate form. The data will be reported in terms of overall trends in school
psychological service delivery in centralNew York, and will be used to help fulfill the final
requirements ofmy graduate study in School Psychology at Rochester Institute of
Technology.
I would be glad to share my results with you. Ifyou are interested in receiving a
copy of the results of this study, please fill out and mail the enclosed postcard separately
from your survey. Again, this will ensure that your survey responses remain anonymous.
I thank you for your time and expertise. I look forward to joining you in the field
of school psychology as I complete my internship training in June. It is my hope that with
your help I can gather meaningful and useful information regarding the field of school
psychology, and make a valuable contribution to the profession.
Sincerely,
& 6^<ao(s^^
Tracey T Schrader
School Psychologist Intern
Graduate Student in School Psychology
Rochester Institute ofTechnology
Please indicate your response by placing a check next to the space that corresponds to your answer, or by filling in the blank.
Master's Specialist Doctorate1. Highest degree earned
2. How long have you been working as a School Psychologist?
3. School District Size (total number of students enrolled):
4. Please estimate the total number ofhours you work as a school psychologist
(including contractual and overtime) during a TYPICAL workWEEK:
<1 year
11-15 years
1-5 years
16+ years
6-10 years
<1,000
3,000-3,999
1,000-1,999
4,000-4,999
2,000-2,999
5,000+
hours/week
Below is the list ofpsychological service activities that are described on the previous page. Please estimate the total number ofwork hours
during a TYPICAL MONTH that you ACTUALLY engage in each of the activities, as well as the total number ofwork hours during a
TYPICALMONTH you would PREFER to engage in each of the activities. Remember to refer to the descriptions on the previous page
when responding. Please do not omit any. If you do not actually engage in a particular activity, or would prefer not to, please
indicate so with a response of 0 hours.
ACTUAL HOURS/MONTH PREFERRED HOURS/MONTH
1. Child study team meetings 1.
2. Collaborative problem solving for pre-referral intervention 2.
3. Progress monitoring 3.
hours/month
hours/month
hours/month
hours/month
hours/month
hours/month
4. Formal CSE referrals
5. Informal consultation
6. Classroom observations
7. Standardized testing
8. Report writing
9. Committee on Special Education meetings
10. Individualized Education Plan development
4.
5.
6.
7.
8.
9.
10.
hours/month
hours/month
hours/month
hours/month
hours/month
hours/month
4.
_
5.
_
6.
_
7.
_
8
.
9.
_
10.
hours/month
hours/month
hours/month
hours/month
hours/month
hours/month
hours/month
11. Counseling as an educationally-related support service
12. Mandated counseling
13. Parent groups
12.
13.
hours/month
hours/month
hours/month
12..
13.
hours/month
hours/month
hours/month
14. CurriculumBased Assessment
15. In-service development and delivery
16. In-service training
14.
15.
16.
hours/month
hours/month
hours/month
14-.
15-.
16.
hours/month
hours/month
hours/month
Other Activities: (Please describe activity and list total ACTUAL hours and total PREFERRED hours per month for each activity listed)
(examples: StaffMeetings, DepartmentMeetings, Travel Between Buildings, Scheduling, etc.)
17.
18.
19.
20.
17..
18.
19-.
20.
hours/month 17.
hours/month 18.
hours/month 19.
hours/month 20.
hours/month
hours/month
hours/month
hours/month
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